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This study explores the relationship between the development of metacognitive skills (e.g 
planning, monitoring, evaluation) and self-regulated processes required for students to internalize 
more effective ways to approach writing tasks. Self-reflection about tasks’ characteristics, 
systematized feedback, and possible academic writing strategies were recorded on journals before 
and after composing the three types of essays required in an Academic Writing course at a 
bilingualism bachelor’s degree program in a Colombian public university. Students’ reflections 
were kept on e-journals to facilitate access, feedback, and analysis of behavioral patterns. Final 
written products were evaluated by using five-point analytic rubrics. Participants were also 
interviewed at the end of the semester to delve into their perceptions regarding the effectiveness 
of reflecting prior and after each task, and the implementation of checklists to monitor their 
processes. Correlations between the development of metacognitive strategies and the quality of 
English Language Learners’ written products were explored.  The results suggested that the 
students made greater improvements in academic writing performance after experiencing 
metacognitive processes. In fact, the efforts made throughout the metacognitive processes were 
decisive in supporting students to understand the academic textual typology, recognize the 
problems of unstructured academic papers, and apply specific academic writing vocabulary to 
essays. 
Statement of the Problem 
College education in Colombia has become pivotal in ensuring social and economic 
upward mobility among students who start their public university program struggling with the 
financial burdens related to belonging to low socio-economic levels of society. Among the issues 
connected to being part of the vulnerable population of this country´s socio-economic system is 
the limited preparation needed to face the challenges of higher education institutions (Rodriguez, 
Cascallar & Kyndt, 2020). An increasing number of students entering public universities in 
Colombia do not have the necessary reading comprehension and academic writing competencies 
to complete their English courses. Academic writing constitutes one of the most commonly used 
forms of assessment in higher levels of education. Entrance examinations, placement tests as well 
as courses’ evaluations rely substantially on the demonstration of writing competences and cross-
curricula related content. In particular, the participants in this study face a “multi-dimensional 
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challenge” (Marulanda & Martínez, 2017) when developing academic literacy in English as a 
second language. The limited use of Spanish academic oral and written discourse, and students’ 
lack of mastery of academic English discourse patterns, are some of the reasons why students in 
this bilingualism bachelor’s degree program struggle to develop academic literacy in English. 
Furthermore, these pre-service teachers often embark upon writing exercises following formulaic 
instructions rather than engaging in metacognitive analyses of individual tasks and their 
requirements.  
The need for students to develop self-regulatory behaviors conducive to the improvement 
of metacognitive awareness of their English writing process lead to the following research 
question: 
Research Question 
How do reflective practices such as journaling and self-evaluation checklists promote the 
development of self-regulatory behaviors that foster metacognitive awareness to improve the 
quality of students’ English academic writing? 
Theoretical Framework  
Writing  
Tiwari (2005) states that writing is one of the four language skills besides listening, 
speaking, and reading in language teaching. Writing can be defined as a process of transforming 
thought into written language. In other words, writing is the process of expressing ideas, thinking, 
or feeling in words on a piece of paper. In the process of writing, the students need to have 
enough ideas, adequate text organization, and an accurate academic style. As Nunan (2003) 
states, writing is the mental work of inventing ideas, thinking about how to express them and 
organizing them into statements and paragraphs that will be clear to a reader.  
Writing is thus a complex process of transforming thought and ideas, thinking about how 
to express them, and organizing them into statements and paragraphs to make those ideas visible 
and concrete on a piece of paper. 
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Academic Writing  
Valdes (2019) claimed that academic writing is characterized by evidence-based 
arguments, precise word choice, logical organization, and an impersonal tone. Though sometimes 
thought of as long-winded or inaccessible, strong academic writing is quite the opposite: it 
informs, analyzes, and persuades in a straightforward manner and enables the reader to engage 
critically in a scholarly dialogue. Likewise, Vynesky (2015) defined academic writing as the 
process of breaking down ideas and using deductive reasoning, formal voice and a third-person 
point of view. It is not only about what you think, but also about what evidence has contributed to 
your thinking. 
Metacognition in Writing  
Metacognition refers to the human capacity of analyzing and evaluating its cognitive 
processes, taking control, and making decisions on such mechanisms (Flavell, 1992). 
Furthermore, Escorcia (2010) defined metacognitive knowledge as a higher-order thinking skill 
since it consists of self-conscious actions based on personal beliefs as well as the capacity to 
evaluate and modify them. Indeed, metacognition facilitates learning since it boosts the process 
of transferring skills, knowledge, and strategies across different educational scenarios (Azevedo 
& Witherspoon, 2009; Schraw, 1998, 2009; Veenman, Van Hout-Wolters, & Afflerbach, 2006). 
More specifically, the positive effects of metacognition on writing processes in academia 
have also been researched (Schraw, 1998; Wenden, 1998; King, 2004; Negretti, 2012; Pacello, 
2014; Panahandeha & Esfandiari, 2014; Stewart, Seifert and Rolheiser, 2015). As stated by 
Panahandeha and Esfandiari (2014), being a good writer requires more than skills and knowledge 
associated with the tasks; indeed, it is necessary to develop those compositional features along 
with metacognitive awareness and knowledge. To understand better the concept of 
metacognition, Negretti and Kuteeva (2011) defined metacognitive awareness and metacognitive 
regulation as separate terms. On the one hand, metacognitive awareness entails the students’ 
understanding of their cognitive abilities, the conditions of the tasks and their repertoire of 
strategies to undertake their learning processes. On the other hand, metacognitive regulation 
relates to the way learners monitor and control their thinking and learning.  
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Metacognition in the field of academic writing has gained pivotal importance given the 
cognitive demands that completing a written assignment poses. In fact, Stewart, Seifert and 
Rolheiser (2015) claimed that the role of metacognition in the process of writing entails the way 
students reflect upon their learning, and how they transfer their concepts and skills to a wide 
range of academic tasks. Similarly, Negretti and Kuteeva (2011) stated that metacognition is 
present in all the stages of the writing process “from the analysis of the task and the rhetorical 
problem, to the linguistic choices involved in the process of putting thoughts into words, to the 
self-monitoring and revising processes that occur during and after the act of writing” (p.97). 
However, despite the importance of developing metacognitive knowledge, students often 
lack both metacognitive awareness and opportunities to utilize it in the construction of 
compositional texts (Pacello, 2014). Hence, there is a need to explore the communicative context 
that requires students to make choices on what strategies to use and what self-regulating 
mechanisms to adopt. 
 Based on the aforementioned research gap, it is required to explore students’ self-
regulation behaviors such as reflecting in journals on tasks’ demands and characteristics, their 
abilities (i.e. strengths and areas of difficulty), and the appropriate strategies required to establish 
the correlation between higher levels of metacognitive awareness and better-quality written 
products.  
Self-regulated Learning 
 Following Dembo, Junge and Lynch  (2006) self-regulated learning is the ability students 
have to control and make decisions on their learning processes. Self-regulated learners are 
characterized by using systemic strategies to foster metacognition, motivation, and behavioral 
patterns. Besides, self-regulated students are more receptive to teachers’ and peers’ feedback as 
they internalize the given insights to make their learning processes more effective (Zimmerman, 
2001). 
 Bearing in mind the benefits of self-regulation, as Paris and Paris (2001), pointed out that 
self-regulated learning can be taken as a series of skills that can be taught, and as a process that 
emerges and evolves as learners gain more experience. Indeed, Negretti (2012) conducted a study 
with English as a second language and native writers in an American university that supports the 
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connection between metacognitive awareness and students’ writing performance. As a matter of 
fact, she stressed how this awareness improves over time and how it impacts students’ 
understanding of the tasks, strategies to be used, and the self-evaluation of their written product. 
This experience is gained, in part, thanks to teachers’ effective feedback based on the writing 
process rather than just on the final product. 
 As stated by Maureen and Evans (2013), self-regulation entails a set of dimensions that 
offer a clearer view of what this type of learning is and how to foster it among students: (1) why 
the learning that is taking place is important and what motivating factors students have (motive); 
(2) how learning is being acquired and what strategies are used (methods); (3) when the learning 
is taking place and how long it will take to be developed (time); (4) where learning is developed 
and how external factors in the environment affect the process (physical environment); (5) with 
whom are students interacting and how these people are contributing to their self-regulated 
learning (social environment); (6) what the learners should do and what metacognitive strategies 
are involved in achieving self-regulated learning (performance). 
The six dimensions of self-regulated learning offer a manageable framework for teachers 
to structure second language (L2) writing instruction and assignments. They also represent areas 
where English language learners (ELL) struggle when embarking on writing tasks. Teachers have 
the potential to successfully guide L2 writers to take control over the factors that typically affect 
their writing process (i.e. lack of interest, misunderstood tasks requirements, overdependence on 
teacher’s support) and external factors such as the social environment, as it is pointed out by 
Andrade and Evans (2013). 
ELLs can be guided by their instructors throughout the writing process on how to 
maximize the benefits of working within the six dimensions of self-regulated learning. As a 
matter of fact, within this framework, students ought to develop independence, agency, and a 
wide repertoire of strategies for writing, reflecting, and evaluating their written production. Along 
these lines, the teacher has the possibility to choose from three options in order to process these 
dimensions in the writing course; these options are the Concentrated Approach, the Gradual 
Approach, and Selected Reinforcement which determine the period of time it will take, the 
strategies that students will use and the proficiency level students will need (Fenstermacher, 
Solis, and Sanger (2015). Therefore, it will depend on students’ needs in regard to their writing 
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skills to select the appropriate option that will offer improvements throughout the development of 
the dimensions. 
Acknowledging the importance of the self-regulation dimensions mentioned above and 
their apparent connection with metacognition, Lew and Schmidt (2011) investigated the 
effectiveness of reflective mechanisms such as journals on improving students’ self-regulation, 
metacognition, and learning. In this study, journaling was found to be instrumental in facilitating 
students’ improvement of their writing performance, as well as strengthening metacognition they 
embraced a more critical stance towards their own procedures and strategies. This, in turn, 
increased their ability to transform their learning processes. Similarly, findings in Negretti’s 
(2012) study also corroborated that metacognitive awareness modifies students’ self-regulating 
processes by shaping the decisions and actions students take during the writing process. She 
claims that metacognitive awareness permeates self-regulating behaviors related to the effort 
students make on writing assignments, the use of strategies learned in the classes, and even the 
dependency learners have on tutoring. 
Reflection in Writing 
 The process of writing does not end when a paper is delivered; it goes beyond because it 
requires the analysis and subsequent decisions that intersect with future pieces of work. In fact, 
Graham and Sandmel (2011) claimed that reflection on the writing process plays an important 
role since it leads students to become more conscious of their strengths and aspects to improve in 
future tasks. Likewise, Rogers (2001) asserted that the aim of reflection in writing is to identify 
problems and find solutions to increase writing competence levels.  
As stated before, reflection is an important part of the writing process, since it does not 
only help writers raise awareness of their mistakes, but also contributes to the deepening of 
learning. Reflection makes students inquire about how the new learning was acquired and in 
which situations it can be used. In addition, the learning derived from reflection takes place 
regardless of successful or unsuccessful final results (Race, 2002). Such premises follow the 
same line of Dewey’s (1991) ideas, who acknowledged that reflection promotes critical thinking 
and builds professional values. 
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 The process of reflecting can be both formal and informal. The latter can take place 
through the use of reflective journals, defined by Thorpe (2004) as written records reporting the 
learnings acquired, incidents that took place while the development of the new learning, and 
interactions that mediated the learning experience; all these aspects give writers a detailed 
account of the new learning they have gained. Correspondingly, Gleaves, Walker and Grey 
(2008) imply that the main purpose of reflective journals is to have students critically analyze the 
processes and learning styles that are used to gain a new learning experience.  
 In addition to this, by keeping track of the insights derived from the writing process, 
students acquire a more critical view of their assignments, which leads them to incorporate in 
new tasks the knowledge resulted from past writing experiences (O’Rourke, 1998). This 
connection between prior and new knowledge is the bridge to broaden students’ learning. To 
prove the effectiveness of using reflective journals and the impact it has on cognitive processes. 
McCrindle and Christensen (1995) conducted a study with an experimental and a control group. 
The former was assigned to keep a reflective journal, whereas the latter had to write scientific 
results. After analyzing the final outcomes, the authors found that students in the experimental 
group learned more cognitive strategies than those from the control group. Apart from fostering 
better cognitive processes, reflective journals raise writers’ self-reflection skills (Lew & Schmidt, 
2011). 
The reflective writing exercise allowed students to articulate their thought processes so 
they can become more conscious about them (Menz & Xin, 2016 citing Perkins, 2011,). Through 
self-reflection activities, learners start creating knowledge, analyzing the way they think and 
learn, so that they succeed in the implementation of metacognitive knowledge while writing for 
any subject matter. In this way, students perform activities such as planning learning tasks, 
assessing comprehension, determining progress indicators, accessing their own knowledge, and 
dealing with individual constraints during the process of learning (Menz & Xin, 2016). 
Self-assessment in writing  
With the shift from teacher-centered to a more student-centered approach to learning, 
students’ metacognitive awareness is being fostered for more conscious of the transversality and 
meaningfulness of class activities and assignments. Thus, setting clear and accurate goals will 
give students precise guidelines to self-assess their process and will have them analyze the 
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significance and validity of the acquired learning (Oscarson, 2014). Having well-defined 
objectives and implementing self-assessment tools lead students to the development of self-
regulation learning. Thus, when they are asked to define objectives and self-assess their progress 
while completing a task, they raise awareness of their self-regulated learning as well as optimize 
their task completion procedures (Schunk, 2008). 
 
Nowadays, one educational principle derived from cognitive and constructivist theories is 
that learners should be actively involved in the different phases of the learning process. Similarly, 
this principle has been also applied to the learning field of the second language (L2) writing 
where students are not only taking more active roles in the decision-making processes related to 
their instruction but also increasingly participating in assessment activities (Oscarson, 2009).  
Self-assessment activities that are implemented within the language classrooms provide 
students the opportunity to identify their own strengths and weaknesses. As stated in Boud (1995) 
from of all ideas associated with assessment, self-assessment provides the fundamental link with 
learning. Self-assessment is concerned with learners valuing their own learning and achievements 
on the basis of evidence from themselves and from others” (p. 15). Indeed, investigations such as 
Wei’s (2007) have confirmed the effectiveness of using self-assessment strategies to improve 
graduate-level L2 students’ writing performance. Along the same lines, Oscarson (2009) claimed 
that, after carrying out a study on the effectiveness of applying self-assessments on the 
composition of written products, the longer students were involved in the process of self-
assessing their outcomes, the closer the results were to the teachers’ scores. 
However, despite the multiple benefits that self-assessment tasks bring to the writing 
classroom, authors such as Harris and Brown (2014) argued that it can generate validity and 
reliability problems when professors solely rely on it to obtain grades or scores. Therefore, self-
assessment must be used as a tool that, combined with professors’ feedback maximizes the 
benefits that formative assessment practices have as students get the chance to revise and 
improve their own texts. Hence, assessment by peers, teachers, or experts can be especially 
helpful, but it always has to end with a process of self-reflection since, as Harris and Brown 
(2014) also corroborated “these other assessments have a useful part to play and may control 
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learners' access to future learning opportunities, but unless they inform and help develop a 
learner's ability to self-assess, they are of little educational value” (p.15).  
 Besides being a fundamental part of the new wave of learner-centered teaching 
approaches (Peirce, Swain & Hart, 1993), self-assessment allows learners to constantly monitor 
their learning processes and help them decrease the number of errors they make when composing 
texts (Yeganehfar, 2000; Chen, 2008). Additionally, this monitoring process enhances students’ 
self-regulation skills (Andrade, Du & Wang, 2008; Andrade, Du & Mycek, 2010; Brookhart, 
Andolina, Zuza & Furman, 2004), which in turn, increases learners’ metacognition and autonomy 
(Chanquoy & Alamargot, 2002). Indeed, Schunk and Zimmerman (2007) state that self-
regulation boosts metacognitive processes by strengthening students’ critical thinking skills. This 
connection between self-assessment and metacognitive growth is also supported by Nielsen 
(2012), who stated that “through this process of self-evaluation, the writer both improves the 
finished written product and builds a repository of writing and revising skills for later use” (p. 1).  
The fundamental premise regarding the positive impact of learners’ use of metacognitive 
skills, within the framework of self-regulated learning, is based on numerous research studies that 
have demonstrated the correlation between good writers and high levels of metacognition 
(Afflerbach, 2006; Azevedo & Witherspoon, 2009; Negretti, 2012; Victori, 1997; Schraw, 1998; 




To determine the effects of fostering the development of metacognitive strategies such as 
ongoing reflection, self-monitoring, and evaluation on English language learners' academic 
writing competences.  
Specific Objectives 
 
1. To track self-regulatory behaviors through journal-entry examinations. 
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2. To analyze ELL's ability to approach academic writing tasks through self-regulatory  
mechanisms such as self-reflection, self-monitoring, and self-evaluation. 




Learners need to develop both metacognitive knowledge (awareness) and metacognitive 
monitoring as self-regulatory mechanisms that enable them to apply previously learned writing 
strategies to specific contexts (understand the task and its particular demands) and to monitor the 
quality of their productions on an on-going basis (Negretti, 2012). It is our intention to explore 
the impact of English language learners’ development of metacognitive awareness on the quality 
of their academic written products. The use of journaling to answer instructor-designed reflective 
questions before and after composing three written products in an academic writing course was 
documented as well as the implementation of self-monitoring checklists. The purpose of such 
analysis is to determine whether or not there is an improvement in the insightfulness (or depth) of 
learners’ reflections and if it is correlated with enhancements in their academic writing 
production as measured by analytic rubrics with a scale of one to five. 
Research Design  
This research project adopted a case study methodology since it explored a specific 
situation within a specific context involving data collection through multiple sources: participant 
observation, students’ reflection, and task analysis. According to Gustafsson (2017), a case study 
can be defined as an intensive study about a person, a group of people, or a unit, which is aimed 
to generalize over several units. The lack of a priori assumptions about the results characterizes 
the research as an exploratory case study. The data comprises all students’ reflections and 
analyses of their writing tasks in response to the assigned tasks.  
The methodological nature of the study is mostly qualitative since journal entries are the 
main data collection tool as well as participants’ interviews to cross-examine the reflections 
written on the journals. For such analysis, Grounded Theory and coding allowed the 
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identification of improvement patterns in the insightfulness of students’ metacognitive 
knowledge and the use of strategies for writing academically (Chun Tie et al., 2019). A 
quantitative component was utilized in the form of five-point analytic rubrics to evaluate 
student’s final written products. 
The participants were divided into two groups, the controlled and non-controlled group, 
which helped to identify the impact of students’ metacognitive strategies internalization. The 
controlled group (16 participants) participated in the completion of collection instruments such as 
journal entries, interviews and analytic rubrics. 
Data collection instruments 
Students engaged in pre- and post-reflective journals throughout one academic semester 
to answer questions related to understanding tasks’ characteristics and requirements, their 
abilities and dispositions towards the assignments, and the selection and application of different 
strategies. Checklists were also used by students to self-monitor and assess the implementation of 
both metacognitive strategies and task-specific writing procedures. Analytic rubrics were 
instrumental in assessing and evaluating the quality of students’ writing in the three textual 
typologies required in the academic writing course (reflective, argumentative, and expository). 
These rubrics include dimensions such as text structure (introduction, body paragraphs, 
conclusion), text organization (coherence, cohesiveness), language use, and conventions 
(capitalization, punctuation, spelling). In addition, interviews with students were carried out to 
delve into their perceptions about the effectiveness of journaling as a means to become more 
aware of the thought processes and the strategies involved in their writing endeavors.  
Context and participants 
 This study took place in an academic writing course with thirty-three, sixth-semester 
students from a bilingual teacher preparation program in a Colombian public university. Students 
had been taking content-based English courses since fifth semester and, for the most part, they 
were characterized by having difficulties with academic writing competences. The participants´ 
English levels range from A2 to B1, based on the Common European Framework of Reference 




Based on Grounded Theory and through the use of coding strategies, students’ transcribed 
journal entries were analyzed to identify behavioral patterns related to learners’ reflections before 
and after the composition of their products. Specifically, we were focused on the L2 writers’ 
insights regarding the understanding of tasks, assessment of their writing abilities and attitudes, 
and the cognitive process involved in selecting and applying particular strategies when writing. 
Correlations among students’ reflections, use of checklists, and the quality of their essays were 
explored to determine whether or not high levels of metacognitive awareness facilitate the 
composition of more polished and elaborate written products. Students engaged in journal 
practices (planning, monitoring, evaluation) for each of the three out of four written products 
required in the Academic Writing course. They wrote three essays (reflective, argumentative, 
expository), students reflected upon the planning, monitoring, and evaluation stages of 
metacognition.  
In the planning stage, students wrote entries for the following prompts: outline use, task 
requirement analysis, use of the Academic Writing Reference Handbook, and note-taking during 
academic writing classes. In the monitoring stage, students reflected on use of writing resources 
for features clarification, discourse organization, support from writing tutors and peers, and 
vocabulary use related to each textual typology. For the evaluation stage, students engaged in 
reflective exercises such as self-reviews of their products, peer and tutors' feedback, written 
product modifications based on tutors' feedback, and self-perception about own writing skills. 
 At the end of the academic semester, as a part of a final reflection on the use of 
metacognitive strategies for the completion of the written products, students were interviewed in 
terms of the usefulness of implementing of metacognitive strategies when writing, and their 
perceptions about their writing performance. The professor used analytic rubrics to assess 
students' performance in each of the writing textual typologies. Students obtained scores from 1 
to 5 depending on their writing compositions' quality. 
In order to analyze the use of metacognitive strategies throughout the elaboration of the 
three written products, we compared the number of students who implemented strategies related 
to each of the metacognitive stages in product one (reflective), product two (argumentative), and 




The purpose of this study was to determine the effects of fostering the development of 
metacognitive strategies such as ongoing reflection, self-monitoring, and evaluation on English 
language learners' academic writing competences. The quantitative data analysis showed 
significant improvements in the implementation of the strategies connected to each of the 
metacognitive stages (e.g. planning, monitoring, evaluation).  
In the interviews, students reported, in self-perception indicators, having obtained vital 
insights on how to approach different academic writing tasks, the importance of self-monitoring 
their performance as well as the incorporation of professor/tutor/peer feedback into their final 
feedback.  
Figure 1. Final grades control group and non- control group. 
  
Nevertheless, considerable improvements were found in terms of textual typologies’ 
organization, as well as in the use of appropriate vocabulary among the students in the control 
group, as illustrated in Figure 2 and 3. 
 
 





Control Group Non-Control Group
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Figure 2. Numerical feedback based on the Text Organization dimension. 
 
Figure 2 highlights how in the control and uncontrolled groups there was an improvement 
in terms of text organization- selection of topic sentences, supporting of ideas and strategies to 
connect them; however, the controlled group demonstrated higher levels of enhancement.  
Figure 3. Numerical feedback based on the appropriate vocabulary use in each textual 
typology.
 According to Figure 3, both groups showed improvement in vocabulary use, in terms of 
texts’ characteristics, and tasks’ requirements. However, in regards to the variety and proper use 
of connectors, the controlled group showed more security and ownership in this regard. 





Control Group Non-Control Group





Control Group Non-Control Group
18 
 
The planning stage 
During this stage, students stated that the constant self-reflection about constructing 
outlines before writing the papers, checking essays’ requirements, using extra resources such as 
the Academic Writing Reference Handbook (Marulanda, Osorio & Lasso 2019), and taking clear 
notes were useful strategies in developing their writing skills. They claimed becoming better at 
understanding the structure of academic papers, which in turn enhanced their academic textual 
typology knowledge. According to the quantitative analysis, 50% of students used planning 
strategies for their first product while 94% of them did so in the third product. This represents an 
increment of 44% in the use of these strategies in the planning stage. 
 
Table 1. Students’ reflection on the planning stage 
  Frequency N=16 
Statements  Product 1 Product 2 Product 3 
Outlines 8 12 15 
Task requirements  7 8 14 
Resources use 10 13 16 
Note-taking 5 9 14 
 
In product 1 (reflective paper) eight students out of sixteen created outlines, seven 
reflected upon task requirements, ten students used extra resources such as the Academic Writing 
Reference Handbook, the Academic Writing for Graduate Students book (Swales and Feak 
(2004), and five additional students took copious notes during class. In product 2 (argumentative 
essay), there was an increasing number of students writing outlines (12), reflecting upon tasks´ 
requirement (8), using resources (13), and taking notes (9).  For the last product (expository text), 
most students designed outlines (15 out 16), 14 analyzed tasks, all of them took advantage of 
extra resources and 14 out the 16 took important notes. To illustrate this improvement, excerpts 




SS1: The use of the outline for main ideas made the writing process easier, underlying 
ideas and keywords, the use of synonyms to avoid using the same words as the author. 
SS2: Analyzing the requirements for each kind of text helped me to create a better and 
most appropriate product for every task. Therefore, the rubric was my best friend.  
SS3: Taking notes and synthesizing information was a wonderful strategy of improvement, 
I made a summary of all the paper to make a paper that would bring all the important points. 
 
The data taken from these journals in the controlled group demonstrated that, after being 
involved in pre, while, and post reflections exercises in each of the products, students were able 
to identify texts’ organization, and tasks’ characteristics by applying planning strategies. This 
result supports what Graham and Sandmel (2011) stated that reflection on the writing process is 
relevant since students become more conscious of the strategies they should use to turn into 
better writers. 
The monitoring stage 
All of the students from the controlled group reacted positively to the monitoring stage 
since this phase provided them with the opportunity to practice the application of previously 
learned knowledge to their academic writing products, and to recognize any problems applying 
metacognitive strategies for discourse organization. With the support of peers and tutors, this 
process involved the use of resources to clarify the papers’ features during the writing exercises 
ensuring that sentences were logically connected, and that the texts contain the appropriate 
textual typologies’ vocabulary and writing style. 
Table 2. Students’ reflection on the monitoring stage 
  Frequency N=16 
Statements  Product 1 Product 2 Product 3 
Discourse requierements 7 10 14 
Peer/tutor support 5 10 16 




The control group expressed they found useful reflecting upon their weaknesses and 
strengths while writing to solve difficulties and continue with the papers’ writing process. The 
analysis shows results worth highlighting - monitoring strategies were applied by 38% of the 
students in the first product, while 94% of them used them in the third one. This reflects an 
improvement of 56% of monitoring strategies implementation among participants. The following 
excerpts from students’ journals show how self-regulated learning was useful to improve 
cohesiveness and writing style: 
 
SS4: By avoiding the excessive use of connectors and using other strategies such as old to 
new and this/these strategies I could improve my papers' cohesiveness. 
SS5: Looking for AWAC's (Academic Writing Assistance Center) feedback and checking 
my process as a writer were the main strategies I used to fulfill the tasks' requirements.  
SS6: With the use of the AWRH I could learn that for argumentative papers: 1) we can 
use personal pronouns because is our opinion about the topic 2) thesis statement need have 
power, propose your point in a strong way, the thesis statement needs to be specific. 3) we need 
to use strong adjectives to qualify our opinion. 4) our opinion needs to have a structure that 
shows the cohesion between ideas, we cannot change in the middle of the essay. 
 
Once again, students’ insights illustrate how the participants in the monitoring stage were 
more receptive to teacher’s and peers’ feedback during the semester. Moreover, their reflections 
became more punctual, detailed and sophisticated. Zimmerman (2001), argued that students with 
self-regulated learning strategies, internalize more deeply given insights to make their learning 
processes more effective. 
The evaluation stage 
Throughout the evaluation stage, most of the students from the controlled group assured 
that making modifications based on the feedback provided, the tasks’ requirements review, and 
the proofreading of each paper helped them ensure that they were achieving the goals set at the 
beginning of each paper. Furthermore, while using the metacognitive strategies in the last stage 
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of their papers, they could experience their improvements regarding essays’ structure, text 
organization, linking ideas, vocabulary use, and conventions.  
 
Table 3. Students’ reflection on the evaluation stage 
  Frequency N=16 
Statements  Product 1 Product 2 Product 3 
Products Self-review 8 12 15 
Peer/tutor feedback 6 10 14 
Modification based on feedback 10 13 16 
 
The analysis of Table 3 reflects similar results as previous stages since there is a 
significant improvement of 44% of the students’ use of evaluation strategies from product 1 to 
product 3. The students’ journals showed how the level of awareness increased at the moment of 
evaluating their writing process in each product: 
 
SS7: By reviewing the tasks' requirements I could notice that I cannot follow the same 
strategies for every paper. Now, I make an outline following the guidelines provided and fulfill 
my own purpose with the papers. 
SS8: Monitoring my mistakes and reviewing them with AWAC tutors was the most helpful 
strategy for this process. Before this course, I have never asked for peer review. 
SS9: The most useful strategy to improve my writing skills was making modifications 
according to the feedback that I had received. 
  
 These excerpts revealed how learners become more judicious when evaluating their 
writing performance over the three products completion. This finding is related to Oscarson’s 
postulations regarding self-assessment (2014).  He mentioned that by establishing specific goals 
and precise guidelines students will be able to self-assess and improve their writing process.  
22 
 
Conclusion and Discussion 
After systematically tracking students´ implementation of metacognitive strategies’ use 
during an academic semester, both the quantitative data and the participants’ perceptions 
demonstrated how the quality of the papers’ organization and academic vocabulary improved as 
the students became more avid at utilizing self-regulatory behaviors. Such tendency can be 
observed, for instance, all through the written processes conducted for the aim of the study, 
where participants obtained in terms of vocabulary use a median grade of 3.25 for the first 
product (reflective essay), and 4.65 for their last product (expository essay). Similar were the 
results when it comes to text organization, where students obtained a median grade of 4.0 during 
their first paper and 5.0 in the final product. These findings support the instructional emphasis 
placed on analyzing text structures and vocabulary required by each text typology in the 
Academic Writing Course. 
 The participants became more judicious at planning and monitoring their writing 
processes as shown by the percentage of students who used metacognitive strategies in the 
Planning Stage (50% in the first paper and 94% in the third) and the Monitoring Stage (38% in 
the paper 1 and 94% in paper 3). This data clearly reflects the efforts made in class to promote 
metacognitive processes among students for the planning and polishing of their written products. 
More practice is necessary to get students to be more insightful in the self-evaluation phase of the 
writing process. 
 In terms of the insights gained in the interviews with the students, they expressed having 
learned they can improve their writing skills by applying metacognitive techniques that were 
taught during the process. Moreover, participants expressed having acquired self-confidence in 
their roles as writers minimizing their anxiety when receiving feedback from peers and tutors.    
 The results of this study are similar to Negretti and Kuteeva (2011) as they attempted to 
develop genre awareness in their second language learners’ reading and writing processes. The 
findings of this study are also similar to Pacello (2014); he tried to integrate metacognition into a 
developmental reading and writing course to promote skill transfer. The results showed that 




A word of caution is necessary regarding the use of rubrics to gauge students´ 
improvements in the quality of their written products. Positivist theorists such as Waismann 
(2011) argue that numerical values are based on real causes which are perceived as the true 
source of behavior and are based on unchangeable, sound foundations. However, for Post 
Positivist scholars, not everything is completely knowledgeable nor measurable (Krauss, 2005). 
In this sense, the present study considered all possible perspectives regarding quantitative and 
qualitative measurements in order to assure reliability in the grading processes, since not only are 
important the numerical values for the writing process improvement but also the students’ self-
perceptions and self-regulatory behaviors data which provides a balance among the assessed 
products.   
Based on the overall results of this research study, it is highly suggested that students be 
exposed to the benefits of embarking upon metacognitive processes during the courses that 
involve writing in the hopes that they internalize the implementation of self-regulatory behaviors 
that will lead to improvement of the quality of the written work. A recommendation must be 
made to further research the connection between metacognitive strategy use and students’ 
academic writing performance. The abstract nature of self-regulatory behaviors makes it a 
challenge to guarantee that students are actually engaging in such exercises and that their use is 
systematic and therefore conducive to better academic writing practices.  
 
Bibliography 
Andrade, H. L., Du, Y., & Mycek, K. (2010). Rubric-referenced self-assessment and middle school 
students' writing. Assessment in Education: Principles, Policy & Practice, 17(2), 199-214. 
doi: 10.1080/09695941003696172 
Azevedo, R., & Witherspoon, A. M. (2009). Self-regulated use of hypermedia. In A. Graesser, J. 
Dunlosky, & D. Hacker (Eds.), Handbook of metacognition in education (pp. 319-339). 
Mahwah, NJ: Erlbaum. 




Brown, G. T., & Harris, L. R. (2014). The future of self-assessment in classroom practice: 
Reframing self-assessment as a core competency. Frontline Learning Research, 2(1), 22-
30. doi:10.14786/flr.v2i1.24 
Bruer, J. (1993). School for Thought. Cambridge, MA: The MIT Press. 
Council of Europe (2001). Common European Framework of Reference for Languages. 
Cambridge: Cambridge University Press. 
Chanquoy, L. & Alamargot, D. (2002). Working memory and writing: Model evolution and 
research assessment. L’Année Psychologique, 102(1), 363–398. 
Chun Tie, Y., Birks, M., & Francis, K. (2019). Grounded theory research: A design framework for 
novice researchers.  SAGE open medicine, 7, 2050312118822927. 
https://doi.org/10.1177/2050312118822927 
Dewey, J. (1991). How we think. Buffalo, NY: Prometheus Books  
Dembo, M. H., Junge, L. G., & Lynch, R. (2006). Becoming a self-regulated learner: Implications 
for web-based education. Web-based learning: Theory, research, and practice, 185-202. 
Escorcia, D. (2010). Conocimientos metacognitivos y autorregulación: una lectura cualitativa del 
funcionamiento de los estudiantes universitarios en la producción de textos. Avances en 
Psicología Latinoamericana, 28(2), 265-277. 
Flavell, J. (1992). "Metacognition and Cognitive Monitoring: A New area of cognitive-
developmental inquiry", en: T. Nelson (Ed.), Metacognition: Core Readings (pp. 3 - 9). 
Boston, MA: Allyn and Bacon. 
Fenstermacher, G. D., Soltis, J. F., & Sanger, M. N. (2015). Approaches to teaching. Teachers 
College Press. 
Flower, L. (1994). Metacognition: A strategic response to thinking. In l. Flower, The Construction 
of Negotiated Meaning (223-262). Southern Illinois University Press. 
25 
 
Gee, J. P. (2008). Social linguistics and literacies: Ideology in discourses (3rd ed.). New York, NY: 
Routledge. 
Göpferich, S. E. (2016). Writing centres as the driving force of programme development: From 
add-on writing courses to content and literacy integrated teaching. Journal of Academic 
Writing, 6(1), 41-58. 
Gleaves, A., Walker, C., & Grey, J. (2008). Using digital and paper diaries for assessment and 
learning purposes in higher education: A case of critical reflection or constrained 
compliance? Assessment and Evaluation in Higher Education, 33(3), 219–231. 
Graham, S. (2006). Writing. In P. Alexander & P. Winne (Eds.), Handbook of Educational 
psychology (pp. 900–927). Mahwah, NJ: Erlbaum. 
 
Graham, S., & Sandmel, K. (2011). The process writing approach: A meta-analysis. The Journal 
of Educational Research, 104(6), 396-407. 
 
Gustafsson J. Single case studies vs. multiple case studies:a comparative study (Thesis). 
Halmstad, Sweden: Halmstad University, 2017. 
  
Hayes, J. (1996). A New Framework for understanding cognition and affect in writing. In 
C.M.Levy & S. Ransdell (Eds.), The science of Writing: Theory, Methods, Individual 
Differences and Applications. ( 1-27). Mahwah, NJ: Lawrence Erlbaum Associate. 
Kuiper, R. (2002). Enhancing metacognition through the reflective use of self-regulated learning 
strategies. The Journal of Continuing Education in Nursing, 33(2), 78-87. 
Lew, M. D., & Schmidt, H. G. (2011). Self-reflection and academic performance: is there a 
relationship?. Advances in Health Sciences Education, 16(4), 529. 
26 
 
Lew, M.D.N., & Schmidt, H.G. (2006). Reflection upon learning between theory and practice: A 
focus-group study of tutors’ and students’ perceptions. Rotterdam, The Netherlands: 
Erasmus University. 
Marulanda, N., & Martínez, J. (2017). Improving English language learners' academic writing: A 
multi-strategy approach to a multi-dimensional challenge. GIST Education and Learning 
Research Journal, 14(1), 49-67. 
Marulanda, N., & Martínez, J. (2019). Supporting English language learners’ academic writing 
development through a systematized assistance model. Lenguaje, 47(2), 453-478. 
Maureen Snow Andrade, & Norman W. Evans Principles and Practices for Response in Second 
Language Writing: Developing Self‐Regulated Learners. New York, NY: Taylor and 
Francis, 2013. Pp. ix, 225. $37.99, paper. ISBN 978–0–415–89702–0. 
Menz, P. & Xin, C. (2016). Making Students' metacognitive knowledge visible through reflective 
writing in a mathematics-for-teachers course. Collected Essays on Learning and Teaching, 
(9), 155-166.  
McCrindle, A.R., & Christensen, C.A. (1995). The impact of learning journals on metacognitive 
and cognitive processes and learning performance. Learning and Instruction, 5(2), 167–
185. 
Negretti, R. (2012). Metacognition in Student Academic Writing. Written Communication, 29(2), 
142–179.doi:10.1177/0741088312438529 
Negretti, R., & Kuteeva, M. (2011). Fostering metacognitive genre awareness in L2 academic 
reading and writing: A case study of pre-service English teachers. Journal of second 
language writing, 20(2), 95-110. 
Nielsen, K. (2012). Self‐assessment methods in writing instruction: a conceptual framework, 
successful practices and essential strategies. Journal of Research in Reading, 37(1), 1-16. 
Nystrand, M. (1989). A Social-interactive model of writing. Written Communication, 6, 66-85. 
27 
 
O’Rourke, R. (1998). The learning journal: From chaos to coherence. Assessment & Evaluation in 
Higher Education, 23(4), 403–413. 
Oscarson, M. (1997). Self-assessment of foreign and second language proficiency. In C. Clapham 
& D. Corson (Eds.), The encyclopedia of language and education. Vol. 7: Language testing 
and assessment (pp. 175–87). Dordrecht, Netherlands: Kluwer. 
Oscarson, A.D. (2009). Self-assessment of writing in learning English as a foreign language. A 
study at the upper secondary school level. Ph.D. diss., Acta Universitatis Gothenburgensis, 
University of Göteburg, Sweden. 
Oscarson, M. (2014). Self‐Assessment in the classroom. The companion to language assessment, 
2, 712-729. 
Pacello, J. (2014). Integrating metacognition into a developmental reading and writing course to 
promote skill transfer: An examination of student perceptions and experiences. Journal of 
College Reading and Learning, 44(2), 119-140. 
Panahandeh, E., & Asl, S. E. (2014). The Effect of Planning and Monitoring as Metacognitive 
Strategies on Iranian EFL Learners’ Argumentative Writing Accuracy. Procedia - Social 
and Behavioral Sciences, 98, 1409–1416. doi:10.1016/j.sbspro.2014.03.559  
Peirce, B.N., M. Swain, and D. Hart. (1993). Self-assessment, French immersion, and locus of 
control. Applied Linguistics, 14(1), 25–42. 
Race, P. (2002). Evidencing reflection: putting the ‘w’ into reflection. Retrieved from 
http://escalate.ac.uk/resources/reflection/. 
Rodríguez, C.F., Cascallara, E., Kynd, K. (2020) Socio-economic status and academic performance 
in higher education: A systematic review. Educational Research Review, 29. 
Rogers, R. R. (2001). Reflection in higher education: a concept analysis. Innovative Higher 
Education, 26, 37-57. doi:10.1023/A:1010986404527. 
28 
 
Stewart, G., Seifert, T. A., & Rolheiser, C. (2015). Anxiety and Self-efficacy’s relationship with 
undergraduate students’ perceptions of the use of metacognitive writing strategies. The 
Canadian Journal for the Scholarship of Teaching and Learning, 6(1). 
https://doi.org/10.5206/cjsotl-rcacea.2015.1.4 
Schraw, G. (1998). Promoting general metacognitive awareness. Instructional Sci-ence, 26, 113-
125. 
Schraw, G. (2009). A conceptual analysis of five measures of metacognitive monitoring. 
Metacognition and learning, 4(1), 33-45. 
Schunk, D. H. (2008). Metacognition, self-regulation, and self-regulated learning: Research 
recommendations. Educational Psychology Review, 20(4), 463–7. 
Schunk, D. H., & Zimmerman, B. J. (2007). Influencing self-efficacy and self-regulation of reading 
and writing through modeling. Reading & Writing Quarterly, 23, 7-25. 
Scott G. Paris & Alison H. Paris (2001) Classroom Applications of Research on Self-Regulated 
Learning, Educational Psychologist, 36:2, 89-101, DOI: 10.1207/S15326985EP3602_4 
Swales, J. M., & Feak, C. B. (2004). Academic writing for graduate students: Essential tasks and 
skills (Vol. 1). Ann Arbor, MI: University of Michigan Press. 
Thorpe, K. (2004). Reflective learning journals: From concept to practice. Reflective Practice, 5(3), 
327–343. 
Trilling, B., & Fadel, C. (2009). 21st Century Skills: Learning for life in our times. San Francisco, 
CA: John Wiley & Sons. 
Valdes, O. (2019). An Introduction to Academic Writing. Thought Co.  
Veenman, M., Van Hout-Wolters, B., & Afflerbach, P. (2006). Metacognition and learning: 
Conceptual and methodological considerations. Metacognition and Learning, 1, 3-14. 
Victori, M. (1997). EFL composing skills and strategies: four case studies. RESLA, 12(1), 163-184. 
29 
 
Victori, M. (1999). An analysis of writing knowledge in EFL composing: A case study of two 
effective and two less effective writers. System, 27(4), 537-555. 
Von Glasersfeld, E. (1995). Radical constructivism: A way of knowing and learning. London, 
Washington, DC: Falmer Press. 
Wei, X. 2007. Does self-assessment with specific criteria enhance graduate level ESL students’ 
writing? Unpublished thesis, McGill University, Montreal. 
Wenden, A. (1998). Metacognitive knowledge and language learning. Applied Linguistics, 19(4), 
515–537. 
Yeganehfar, M. (2000). Responding to students written errors: Teacher correction or student self-
correction. MA thesis, Allameh Tabatabaii University, Tehran. 
Zimmerman, B. J., & Schunk, D. H. (2001). Self-regulated learning and academic achievement: 
Theoretical perspectives. Mahwah, NJ: Erlbaum. 
 
 
 
 
 
 
 
 
 
 
30 
 
 
